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J'~~ problem. Research has indtcated that human. person- centered
characterlsttcs in a clasaroom do make a difference. This study was concerned
with the effects of a midwestern intermediate education agency's human re la-
tlons training" program. The study dete.rm ined certain effects of this tra ining on
teachers and its transferability to the tcachers ' students in a midwestern school
dtstrtct ,
Procedures. Ten elementary teachers (five teachers in the control and
experimental groups, respectively) were selected from a mtdwestern school
district. The research dealgu was a nonequlvalent control group design. The
five experimental teachers were selected from the group of elementary teachers
who had registered for human relations training in the summer of 1978. The
five control teachers were chosen from the group of elementary teachers not
taking training. They were matched with the five in the experimental group by
grade level, achievement of students in the last three years. and tustructtenal
setting.
Data for the research study were collected by video tapes and achieve-
ment tests. Each teache r in the control and experimental groups was taped for
one-half to one hour in the classroom as a pretest during May of 1978 and during
April of 1979 as a posttest, The experimental group of teachers participated in
Ic rty-fl ve hours of human relations training in June of 1978. In September of
1978, all students of the ten teachers were admlntstered the Stanford Achieve-
ment Test. Data only from the subtests of Vocabulary. Heading Comprehension,
and Word Study Skills were used. In April of 1979, the three subtests of the
SAT were administered to the students of the ten teachers participating in thl IS
study.
The video tapes were viewed and rated hy professional, trained raters
from the National Consortium for Humanizing Education. The raters used the
Carkhuff Scales to assess the pretest and posttest video tapes of the ten teachers
for empathy, congruence, and positive regard. The ruters also rated the re-
sponse:'! and actions of the students in the ten classrooms on the Taxonomy of the
Affective Domain by Krathwohl , Bloom and Masia (for both pretest and poattest
video tapes).
Findings. There were no significant differences between the mean gain
score of "the experimental group of teachers and the mean gain score r the
control group of teacher's for each interpersonal functioning vs rtable: empathy;
congruence , and poxi Uve t egurd. Also, there were no significant differences
between the mean gain score of the students of the experimental group of teach-
ers and the mean gain score of the students of the control group of teachers for
each of the subtesta of SAT: Vocabulary. Reading Comprehension. and Word
Study Skills. By looking at the percentages of responses and actions of the ex-
perimental students versus the control students on the Taxonomy of the Affec-
ti ve Domain. there appeared to be no major changes in responses up the affec-
ti ve scale from preaasessment tapes to the postaaseasment tapes.
Recommendations , Replicate the study utilizing other evaluative instru-
ments which may mo"re accurately reflect the effectiveness of tile program.
The number of research participants needs to be increased and ran-
domly selected from a population in any further research on this topic.
Hesearch to determine the validity of the Carkhuff Scales in studies of
this type should be carr-Ied out.
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Chapter I
INTHODUC TfON
Need
Generally speaking humanistic objectives are the broad general global
goals of education. 'They have to do with objectives such as self-understanding.
s elf-fulfillment , good citizenship. responsibility, emotional welL-being, worthy
home mernbe r-shlp , creativity, commitment to democratic ideals, adaptahtltty
to change, and intelligent behavior. These are the outcomes of teaching that
always have been hoped for in education.
Combs gave five reasons why humanistic education in our schools is
an absolute essential. First, the primary problems of human beings are no
longer physical. but human ones. In order to solve problems of ecology. star-
vation, overpopulation. conservation, and atom bombs, responsthle citizens
are required, persons of goodwill, and caring persons. Secondly, the future
can no longo r be foreseen. Two things have done us in, and they are the mfor.,
matiou explosion and the extraordinary rate of change in modern society.
ThlrlHy, we ha ve broadened our concepts of human personality. Psychology
includes the mental states and processes as well as behavior. Fourthly, learn-
ing from the humanf.sttc point of view calls for processes more than behaviors.
Such proccs ses as facilitation, encouragement, helping, aiding, assisting, pro-
viding opportunities. and creating needs to know are essential requirements for
effective humrmistie education. Lastly, the importance of the aelf·-concept has
to
sources so that to
with the unforeseen and unpredictable challenges of a constantly changing world. 2
Blume wri Hug about humanizing teacher education stated that educa-
lion must include rn.ore than the acquisition of a few more facts and a faster
reading rate. It must be the instrument through whic-h people release the t re-.
mendous creative potential that was born into all of us. Whatever triethods and
materials fire nended to do the job --- that is education. But he felt that this
lArthur W. Combs, "Humanism, Education and the Future," ~~uca­
tinnal V~ader.8hip. XXXV. No.4 (January. 1978). :100-303.
2J ohn Gardner, Self" Renewal--TJ:te Individual :Iud the-'!.~v[\tive Society
(New York: Harper & How. Publishers, 1964). pp. 21-22.
1In terms of what a humane
n:~laj:~~d this view
cldes
hurnanlatlc ("'{illf,~nlnn and
the' Problem
The problem investigated was whether' or not teachers can be trained
to be more humanistic and if the training was transferrable to the teachers'
students.
The Subproblems
The first subproblem was to determine the effects. if any, of human
relations training on teachers.
The second subproblem was 10 determine the effects, if any, on
lHobert Blume , "Humanizing Teacher Education," Phi Delta Kappan ,
LIlt No.7 (March, 19 1/1 ) , 411.
2navid N. Aspy t A ·Practie~l Psychology for Practical Educators
(Dnllus , Texas: [n , n.] , 1973), p , 16.
students whose teachers participated in human relations training.
The Hypotheses
The: f'i rat hypothesis was that human relations training will improve a
teacher's humani stlc skills. The testing hypothesis was written as a null hypo-
thesis, Hn 1: D = 0, where D = the population mean difference and wher-e
4
The alternative hypothesis was H.: 0> O.
1:1
The second hypothesis was that human relations training win in-
o rease the affective and cognltlve development of students of teachers who par-
tic.ipated in human relations training. The testing hypothesis was written as a
null hypothesis for the cognitive develnpment aspect. H02 : D:: 0, where D =
tho population mean difference and where d e Xu - Xc' The alternative hypo-
thesis was H
a
: D>O. There was no testing hypothesis for the affective de-
ve lopm ent aspect of the second hypothesis because the data for analysis are
displayed in a descriptive table,
The Definitions of 'I'erms
Empathy is defined as a teacher's attempt to understand the meaning
that the student!s school experience has for the student. 1
Positive regar-d is defined as the various ways in which the teacher
shows respect for the student as a person. 2
Inavid N. Aspy, Toward a Technology for Humanizing Education
(Champaign, Illinois: Hesca-l:oh· Press Comp"any ,"-1972), p. -4'9"':-
2 Tb id . , p . 85.
5Congruence is the extent to which the teacher is honest in relationships
to the students. 1
Abh revtations
E is the abbreviation used for empathy as measured by the Carkhuff
Seale: Empathic Unde ratanding in Interpersonal Processes ,
PH is the abbreviation used for positive regard as measured by the
Carkhuff Scale: Communication of Respect in Interpersonal Processes.
C is the abbreviation used for congruence as measured by the Carkhuff
Scale: Facilitati ve Genuineness in Interpersonal Proceases ,
SAT is the abbreviation for the Stanford Achievement Test.
The Delimitations
The study dealt with elementary teachers from the Ames Community
Schools of Ames ~ Iowa, The study dealt with one human relations training pro-
gram, the Heartland Human Relations Program.
The Importance of the Study
- .
In today's fast changing world, the need to provide an education which
will help in the development of the affective domain of each and every child is
of utmost importance. The future of the world depends upon its people to re-
late and under-stand each other.
Carl Hogen'! stated that the aim of education is not to solve one par-
ticular problem but to assist the individual to grow so that he or she can cope
6wi th the pr-esent problem and with later problems in a better integrated fashlon.
He gave three conditions for this gr-owth promoting climate. They are con-
gruence , unconditional positive regard, find empathic understanding. 1
In some states , state legislatures have taken upon themselves to deal
with the affective domain of their children's education. In these states, the
general trend has been to mandate human relations training for teachers and/or
human relations training in programs leading to teache r ce rttf'tcattou. In Iowa
the mandate reads:
Human relations requirements for teacher education and certifieation.
Preparation in human relations shall be Included in programs leading to
teacher certification. Human relations study shall include Interper-sonal
and intergroup relations and shall contribute to the development of senst-
tl vity to and understanding of the values, beliefs, life styles, and attitudes
of lndi viduals and the diverse groups found in a pluralistic society. 2
Research has indicated that human. person-centered charactortsttcs
in a classroom do make a difference in the classroom. This study was con-
cerned with the Heartland Education Agency's Human Relatious Training Model
in Iowa. The state Board of Public Instruction p;ave approval to provide training
to meet the human rolations r equi rornent for teacher education and cer'tlftcatton
within Area XI of the State of Iowa. 11118 study determined certain effects of
this training on teachers and the extent to which there was an apparent and
measurable effect on students' achievements and behaviors.
lear! H. Roge ra , Carl Rogers on Person Power (New York: Dela-
corte Press, 1977). pp , 6-11.
2Iowa. Administrative Code, (}70-l:1. 18.
Chapter 2
THE REVIEW OF THE HE LATED UTERA TITHE
The web of literature has been woven around the topics of historical
overview of the human relations field; some humanists and their beliefs; deflnl-
lions of humanism and humanistic education; hurna nlatlc skills in education and
their effects; and the feasibility of human relations training programs in educa-
tion and their effects. To complete the litany of pathfinders in human relation
training and its effects, Da vtd N. Aspy and his research findings are mentioned.
Historical Overview
Historically, three schools of thought have had an influence upon the
field of human relations. These three schools of psychological movement have
been psychoanalysis, behaviorism I and humanistic psychology.
The psychoanalytic model was developed around the turn of the twen-
tlcth century by Sigmund Freud. Freud formulated a new way of looking at
things that has profoundly altered the way we think about man and his relations
to other men. His writings constituted a body of doctrine commonly called
psychoanalysis, a doctrine based on the concepts of unconscious motivation,
conflict, and symboh sm. The Freudian tl.co ry called the components of the
personality the id , ego, and superego. The id was the unconscious animal in-
atiucts which were anti-social and irrational. The id was the sou rce of instincts
and hereditary influences, dominated hy the hodontxtic principle. The ego gov-
o rned the Ie! through reality testing, and reconciled the id with the outside world.
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The ego rep res sed all unaoeeptahlr, impulses through sublimation and was
guided hy the superego. The superego was influenced by institutions such as
the church, school, home, and society. Freud saw man as a helpless victim
of outside forces, driven by unconsc-Lous instincts. The psychoanalytic model
was purely deterministic. It did not provide a person with motivation or pur-
pose for changing his life. 1
Behavlo r lattc psychology was bruught into prominence by the writings
of John Watson. Watson was a psychology professor at John Hopkins Uni ver-
sity. Behaviorism has been a sctentlfic or technological study of behavior.
Watson believed that psychology is totally objective. The behaviorist saw man
almost as a robot who wanders through life, his actions the result of stimulus/
response connections. The behaviorist placed the emphasis on external, en-
vtr-onmcntal influences. The most effective way of changing behavior was by
changing the environment ci rcum stances which controlled it. 2
The third model of psychological movement has been the humanistic
perspective. This movement is commonly referred to as the "thl r d force" in
psychology. Workers in the humanist mo vement have called themsel yes many
8
names. They a re referred to as existentialists, self-psychologists, phenomen-
ologtnts , pe rceptua lf eta , personalists, and many more. They are united in the
he lief that adequate understanding of persons can only be achieved to what is
going on inside the person as well as his or 11<'1' behavior.
IJim Anderson, The Conc!-:r~:~~~Xra!1ieworkof the Heartland Human
Relations Program (Ankeny, Iowa: Heartland Education Agency, 1977), Appen-
~dix B, PP. 1- 4 .
2rhirl., Appendix n, pp . 4--7.
This "third movement" essentially has had roots in exls tenttalf sm
9
and was born in the late 1950's through the pioneering efforts of Abraham
Maslow. Carl Rogers , Roberto Assagtolt , 'Frederick Pe rIs , Viktor Frankl,
and many others. Humanists are willing to explore all dimensions of human
expertence , including the spiritual. Furthermore, they have faith in the basic
goodness of man and his worth and dignity. The humanist sees man as more
than the addition of all his parts. Man is aware, and how he perceives his re-
lations hip to other men is vital to understanding him. For the humaniat , much
of reality for man is not objective. What a man experiences within, what he
feels and thinks, that is reality to that person. 1
Some Humanists
Viktor Frankl, a humanist, defined his therapy as logothe rapy. Logo-
therapy focused on the future, that is to say, on the assignments and meanings
to be fulfilled hy the person in his or her future. In Iogotherapy the person is
actually confronted with and reoriented toward the meaning of his 0]' her life.
A person's search for meaning is a prtmn ry force in his or her life and not a
secondary r attnnalizatlon of instinctual drives. 2
Abraham Maslow, another humanist, is best known for his development
of a cornp rehens! ve theory of human moth JUan. The key concepts he has de-
veloped are "se lf-actuali zation ;" "peak experience," and "the hierarchy of
needs." Mas low considered self-actualization to be exper-ienced fully, vividly,
._-_._---
lIbid., pp. 7-11.
2vndor E, Frankl, Man's ~e~r(~h for Me~min.!f (Boston: Beacon press,
1962), pp , 98-99.
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self'les aly , with full concentration and total absorptton, Self-actualization is
an ongoing process. Self-actualization is not only an end state but also the pro-
cess of actualizing one's potentialities at any time. Peak expe rtences are
transient moments of self-actualization. The hterarr-hy of needs has been pro-
posed by Maslow as the motivators or hungers which drive a person toward
gratification through his or her everyday activities. When needs 31'e satisfied,
new and higher needs arise. The ascending order of needs are physiological,
safety, belongtngness , and love, esteem, knowledge and understanding, aeathe-
tic appreciation, and self-actualization. 1
Finally in the area of humanistic psychology, Carl Hogers has made a
great contribution in hi8 person-centered approach in counsel! ng and education.
A pe raors-cente red approach is based on the premise that the human being is
bas icaIly a trustworthy organism, capable of evaluating the outer and Inner
situation, understanding herself or himself in its context, making construct! ve
choices as to the next steps in life, and acting on those choices. The political
implications of person-centered education are clear: the student retains his or
her power and the control over himself or herself; he or she shares in thc 1'e-
sponstble choices and decisions; and the facilitator provides the climate for
these aims. The growing, seeking person is a politically powerful force. This
process of learning represents a revolutionary about-face from the politics of
traditional f'ducation. 2
1A. H. Mas low , The Farther Iteaches of Human Nature (New York:
----..-
The Viking Press, 197]), pp , 45-49.
2no!J:ers, op , e lt; , pp. 15, 7,1.
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lIumanism is concerned with the internal life of people, those aspects
of human often calkd the affective domain. They have to do with
the that make anyone truly human, his Of her feelings, attitudes, be-
Ilef's , love hates, hopes, dreams, aspirations. values, and especially pl'lr-
ceprlons of himself or herself and the world.
Generally speaking humanistic objecti ves are the broad global goals
of education. They have to do with objectives such as self-understanding. self-
fulfillment, good clttzenshtp , responsibility, emotional well-being, worthy
home rnembe rshtp , creativity. comrnttment to democ ratlc ideals, adaptability
to change, and intelligent. behavior. These are the outcomes of teaching that
always have been hoped for in education.
Humanistic education is based upon the principles and concepts of
humanistic psychology. There are two major aspects 0'1 'mrrrraurs'rre ellUcuiwu.
They are (a) the general, psychological conditions for learning; and (b) affective
education. Roger's has coined the baste conditions as empathic understanding,
respect, and genuineness. Affective education involves the child's personal
developmcut -- his Ieellngs , emotions, values, and interpersonal relationships.
Th81'e arc three major aspects to affective education. They are modeling.
didactic instruction, and experiential. 1
leecH fl. Patterson, "Insights About Persons: Psychological Founda-
tions of Humanistic and Attecttve E:ducation,1l in !:eeling, Valuing and the Art
of Growing: Insights into the Affective, eds , Louise M. Berman and A.
r"toderick (Washingtcm::IL C.: Association for Snpervi ston and Curriculum Dc-
ve loprnen t, 1977), pp , U;:1-174.
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Humanistic Skills in Education
What are the benefits of humanistic education? What personality
traits enhance the teaehe.r-pupfl relationship? Do students benefit from having
a teacher or helper who has humanistic skills? How do they benefit? The prob-
lem investigated in this study directly related to these kinds of questions.
Carl D. Tatum in his final Iecture at the University of Florida in the
summer of 1969 made these remarks on humanism in education. He said:
What lmpltcatlons does humanism have for education? I think it means
that we must seek to bring the feeling part of man more on a par with the
thinking part of man: the affective domain in psychology must assume as
much importance as the cognitive domain .•.. All of my professional educa-
tional life I have heard quotes of surveys which showed that 75-80% of hu-
man beings fail in the work-a-day world because they cannot relate effec-
ti vely with other people. l
Morgan gave extensive comments on how to facilitate learning relating
to humanism. He gave these guidelines: (1) Every human being possesses a
basic urge to grow. He cited research which Indicated that this urge can he
nurtured by providing warm, supporting, and valuing r'elatlonshipa, (2) Learn-
fig is a most natural thing. Normal healthy children are going to learn to sit up,
stand alone, walk, speak, relate to each other, and accomplish a host of other
learning tasks. (3) All children want to learn. (4) Children cannot be taught.
Exper-Ience enters the self on a selective basis. Schools are right for learning.
Teachers should become facilitators of learning. (5) Children can learn in
groups. There are fundamental values in learning through group situations. The
self develops through this interaction. (6) There are factors in the life of every
1Aspy, T(nvard a Technology for Humanizing Education, PP. 1-2.
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that interfere with learning. Some of these factors may involve prob-
of physicalimmatllrity, low energy, lack of affection, and the like. l
stansfield reminisced about htscducatlonal experiences. He was quite
concerned about the human side of teaching. He commented that teachers must
JUAt teach subject matter, They must know their pupils Indi vldua lly , their
hopes and aspirations, their social and cultural backgrounds, and learn of their
individual needs, The teacher who is interested in and who loves people. who
is prepared as well as he or she can possibly be. who spends time that someone
elsets child might benefit will be the teacher long respected, longer remembered,
o
and best loved. Why? He or she taught from the human side of teaching. ""
Hamachek has summarized research efforts aimed at investigating
teacher effoctl vcneas by looking at four dlmenstons of teacher personality and
beha viol'. First, personal characteristics of teachers which do make a differ-
ence included the following: (1) What seemed to make a difference was the
teacher's personal style in communicating what he knows. (2) We11-integrated
(healthy. well- rounded, flexible) teachers were most effective with all types of
students. (3) Effective teachers appeared to be those who cared; shall we say.
"human" in the fullest sense of the word, Secondly, instructional procedures
and interaction styles of good tcachers were cited as follows: (1) willingness to
be flexible, (2) ability to perceive the world from the student's point of view,
(:I) ability to "personalize" their teaching, (,t) wl1Iingness to experiment. (5)
lH. Gorthon Morgan. "How to Fac ilftate Learning," ~F.A <Journal,
XUX. No. 7 (Ootobe1', 19GO). 54-5iL
2HIlssell N. Stansfield. "The Human Side of 'I'cachtng ;' Peabody
.Iou rual ul Education, }.'XXVIII. Nt,. 6 (May, 19G1), :H5·-350.
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skill In asking questions. (6) knowledge of subject matter and related areas.
(7) provIsion of well-established examination procedures. (8) provision of
definite study help, (9) reflection of an appreciative attitude. and (10) use of
conversational manner in teaching. Thirdly, self-perceptlons of good teachers,
in the b roadoat sense of the word, saw themselves as good people. Finally, in
their perceptions of others, good teachers seemed to have generally marc poai-
tive view of others. All dimensions are concerned with humanistic skills. 1
Combs and Roper studied the helping relationship of humanism in edu-
cation. They had former students and supervisors of teachers nominate good
and poor teachers. Each of the teachers who were nominated wag invited to
participate in their study. Each teacher was asked to Q sort seventy-five items
on Ideal Helping Relationship. Both good and poor teachers were in agreement
with the experts as to what an ideal relationship ought to be like. In sum. the
distinguishing factor lies not in what teachers know they ought to do but in
?
whether or not they do what they know they ought ."
Ryans conducted a correlational study to see if relatlonships existed
between personal characteristics of the teacher as revealed by self- report in-
ventory scores and overt pupil behavior in teachers' classes. The classroom
activities of pupils were directly observed by trained and experienced obse rv-
crs , Elementary school data suggested moderate relationships between
I Doo Hamachek , "Characteristics of Good 'Teachers and Implications
for Teacher gducation," Phi Delta Kappan , L, No. 6 (February. 1969),
341~·344.
2Arthur W. Combs and Daniel W. Soper, "The Helping Helatiollship as
Described by 'Good' and I Poor' Teachers." Journal of Teacher Education, XIV.
1 (March, 19(3). 6/1:- 67.
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assessments of observed purposeful and productive pupil behavior and Inven-
tory eatimated teache r characteristics Ideutlfled as "under'standtng , friendly
bohavlnr"; "organized, businesslike behavlor"; and "o rtg inal , stimulating be-
havio r i " Secondary school data suggested substantially fewer relationships
between the assessments of productive pupil behavior and inventory estimated
teacher characteristics. No significant differences wore observed between the
pupil behavior -- teacher characteristic correlations of men teachers as corn-
pared with women teachers. 1
Kratochvil, Carkhuff and Berenson examined the relationships between
parent and teacher offered levels of facilitative conditions for learning and
indices of student physical, emotional-interpersonal, and intellectual function-
lng , The series of multiple regression analyses Indicated that parent and
teacher offered levels of facilitative conditions, cumulated over or assumed con-
stant for six years, were not related to Indices measuring present levels of
student physical, emotional-interpersonal, and intellectual functioning. These
results suggested that teachers, and perhaps parents , need to be functioning
near minimally facilltati ve levels for their offered levels of factlf tatl ve condi-
tiona to have a significant positive impact on students' level of functioning. This
study gave rise to the idea of raising tactlttatt ve levels of teachers and parents
by training, 2
1David G. Ryans, "Inventory Estimated Teacher Characteristics as
Covarlarrt.s of Observer Assessed Pupil Behavior, II Jl:urnr'll of Educational
Psychology, LU, No.2 (April, 1961), 91-97,
2Daniel W. Kratochvil, Hobert R. Carkhuff, and Bernard G. Berenson,
"Cumulative Effects of Parent and Teacher Offered Levels of Facilitative Condi-
tions Upon Indices of Student physical, Emotional, and Intel lectual Functionlug , II
The Journal of Educational Research, lXIII, No, 4 (December, 196~J), 161-16:1.
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Christensen conducted a study concerned with pupil achievement as the
dependent variable and pupil affect-need, teacher warmth, and teacher permls-
stveneas as independent variables. Subjects included ten fifth grade classes of
pupils, ten fou rth grade classes of pupils, and ten fourth grade teachers. This
represented all fourth and fifth grade pupils, and all the fourth grade teachers
in one New York state suburban school system. Contrary to hypothesized out-
comes, none of the interaction, permias] veneas , or affect-need variances were
significant. Warmth of teachers was significantly related to vocabulary and
arithmetic achie vement. Christensen was cautious concerning the results
the study since it was exploratory in nature and no manipulation of conditions
took place. The results of the study dtd support the contention that affectlve
response of the teacher is more important for growth in achievement than per-
mtastvecess , They have theoretical implications for the motivation of pupils
and teache I' tratnt ng. 1
A collation of four research studies was done by Reed who discussed
the problem of the relationship between the variable of teacher warmth and the
criterion of pupil change. These four research studies had three major features
in common which made a coflation of their findings feasible. Each was statis-
ttcally mature in research design. Each had direct relevance to the antecedent
teacher variable. Each selected pupil change as the criterion. Reed made two
generalizations. The first generalization was concerned with the 'rel ationshtp
between pupils' perceptions of teacher bohavlor's that relaxed interpersonal
IC. M. Christensen ,. "Relationshlps Between Pupil l\ chievernent ,
Pupil Affect- Need , 'Teacher Warmth, and Teacher Permissiveness, H ,Journal
of Edunational PBychology, IJ,No. 3 (.lune, 1911O} , 169-173.
17
tension (warmth) and pupil change criteria. The generalization was when the
criteria are comprehensive and/or attitudinal in nature. the correlation will be
s igniflcant , pos Iti ve , and of moderato strength. Tho second generalization
concerned the relationship between teacher warmth and pupil change criteria.
The second generalization was when the criteria are informational in nature and
are school goals that are rewarded by the marking system, there will be low
correlations or a negati ve relationship. For criteria of this nature, Reed pre-
dieted that the direction of effect of teacher warmth would change from positive
to zero or negative as the pupil age increased. He also predicted that in the
training of teachers, the student teacher already possessing the attrfhutes of
warmth would more likely be successful in training. 1
Aspy and Roebuck analyzed audio recording of instructional groups for
(a) Flanderf~t categories of interaction, (b) levels of Interpe raonal functioning
attained on Carkhuffve scales of empathy, congruence, and positive regard, and
(e) the levels of Bloomvs 'Taxonomy reached in student responses. Of the thir-
teen variables investigated, only the relationship between student level of cogl1i-
tive functioning and positive regard yielded a significant biserial coefficient.
This study seemed important for two reasons. First, it indicated that a
teache r ta increased positive regard for students was transluted into classroom
behavior which elicited higher levels of cogntti ve functtoning from the students.
Secondly, it demonstrated a procedure which could be applied to many s itua-
tlons for investigating the important issue of the rr-lationshlp between the
llIornel~ B. Heed "The Effects of Teacher Warmth, fI The Journal of,----_.._-_._-
T(~acher Education, XII, No.3 (September, 196t), 330·3;{4.
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teacher's interpersonal facilitation and student levels of cognitive functioning. 1
Human Relations Training Programs in gducation
So far the literature reviewed has prtrnartl. been of a descriptive or
correlative nature. 'The correlation studies have indicated a correlation be-
tween the teache-r interpersonal skins and the students' achievement or cogrri-
tive functioning. The de scrfptive literature: has given various personality
traits and interpersonal skills which good teachers possessed. If certain traits
and interpersonal skills in teachers increase a student's cognitive and affective
functioning, why not improve or increase the humanistic skills of teacher-s who
are not functioning properly. Can a teacher improve his or her humanistic
skins by training? How much training really makes a difference? What kinds
of training work best?
Di dam and Buchanan desc rfbed the human relations program in the
Madison Public Schools, Madison, Wisconsin. They felt that there must be two
major thrusts in implementing human relations pr-ograms , First, there must
exist an interpersonal component; a process Whereby students and educators be-
come better aware of self. The development of self-awareness facilitates open-
ness, trust, flexibility, adaptlveuess , empathy, and continuoua Iearntng. The
second component of human relations programs must be that of intergroup rola-
tions in order to develop an increased understanding and apprcctatlon of human
behavior and human differences. Principals, teache r s , specialized personnel,
IDavid N. Aspy and Flora N. Roebuck, "An tnvesttgntlon of the Bela-
tlonshlp Between Student Levels of Cognitive Functioning and the Teache rts
Classroom Behavior, rt The Journal of Educational Hesearch , LXV, No. 8
(April, 1972), :1()f)-:lG8.
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teacher aides, non-certified personnel, and parents participated in the program
which consisted of sixteen weekly meetings over a period of one semester, for
a total of forty-five hours. Data collected from the first two years of piloting
have shown significant changes at all three levels - cognitive, affective, and
behavioral. 1
George Hedman. Director of Inservice Human Relations at the Unlver-
s lty of Minnesota, helped develop a model for human relations training. The
model's focus was on integrating: (I) knowledge of past experiences and pres-
ent needs of minority groups; (2) sklfls for improving interpersonal communi-
cation among minority and majority group members; and (3) methods for apply-
ing learning to curriculum material development and instructional strategies
for olaas roorn use. The actual amount of time which the training occupied was
not reported. The effects of the model revealed Ihat , each year. sizeable
samples of participants felt increased empathy for minority persons while they
were pa r'tlclpattng in the program. Two and a half months later, a fo llow- up
study indica ted no decline in empathic reactlon-> in other wo rds , the effect
was Iaatlng . 2
Troy M. Sparks, Jr., Associate Assistant Superintendent for Inter-
cultural Rel atlons in the Fort Worth, Texas. Independent School Di st'rtct des....
cribed its human re lations tra inlng as a packaged course of twenty- six
lKaren S. Dirlam and Roland L. Buchanan, Jr., "Human Relations:
These Approaches Can Succeed." Educational Leadership, XXXH, No.1,
....-------_.------_.,,---
(October, 1974), 22-211.
2George 1" Hedman, "A Model for Human Relations Inservice Training,"
Journal of Teach,;!, EducaU\)n. XXVrII. No , 3 (May-June, 1977), :H.... :3H.
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cxerctses . The course required ten threo-hour sessions. 'The twenty-six
exercises fell into four categ()rles~ namely. basic communication skills. group
Interactlon , interpersonal skills , and professional problems. Exercises and
major sections were sequences to encourage an orderly development of skills.
Wrap-lip was a concluding seaaion in which participants were confronted with
a sample situation and asked to compare how they would handle it with their
newly acquired skills versus the meaaures they would likely ha ve resorted to
bofore the course. Fort Worth School officials surveyed one hundred-twenty-
fi ve teachers who had taken the human relations course along with one hundred-
twelve who had nolo Results showed that those who had participated in the pro-
gram were a lot less "malicious" than were their colleagues. 1
So far, the first three program s discussed ha ve been developed for a
particular locale. The content of the programs was explained in depth but no
statistical research was cited to establish the effectiveness of the prug rams ,
The literature was more descriptive in nature. The next area of related litera-
tu re included studies to show effectlveneas of particular human relations pro-
grams in the interpersonal skills areas, splnoff's from the Carkhuff's Human
Resource Development Model and adaptations of the Carkhuff Model in education.
Carkhuff explained the development and generalization of a systematic
resource training model. Systematic human resource training had its origins in
research on the effect! venes s of guidance, counseling. and psychotho rapeutto
pr-actiues , Basic research has indicated that all helping and human
ITroy M. Sparks. Jr .• "HoW Human Relations i:.; 'Taught (and Prac-
ticed) in Fort Worth," Americ~!:Scl~ool~_?an~!OI~nnl, CLX. No. -1 (April,
] \)7:3). 44- 4G.
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relationships may have constructtve or detertoratl ve consequences. Helping is
meant as any r'clationahlp between a "more kaowsng!' person or helper , whether
a counselor. teacher. or parent. and a "loss knowing" person or helpee , whe-
the r counselee, student, or child. Empathy has been operattoualf zed In terms
that made aceu rate ratings possfble , Non-possessive warmth and unconditional
positive regard have been incorporated in the term helper respect; and helper
congruence In relation to the helpee has been expanded to be included in the
term helper genuinenes s in al l areas of his or her life. 1
Carkhuff further explained the theme of skill acquisition. The key to
the model Is the systematic expansion of the quantity and thus quality of an
Individual trainee's response repertoire in physical. emotional. and Intel.lectual
spheres of functioning. Thus, for example, in the lnterpe r sonal skills area, a
trainer with a large repertoire of responses may guide a trainee with a limited
repertoire of responses through programs systematically developing the train-
eels response repertoire. 2
In regard to human relations in education. Carkhuff stated that the
major conclusions which can be drawn from the devel oprnent of the concept of
training as a prcfe r red mode of education is that effective education is a Iunc-
tion of the interpersonal skills which make for an effective teacher-student re-
Iationship plus an effective teacher program. When either relationshIp or
1Robe r t H. Carkhuff. "The Development and Generalization of a
Systematic Rosou ['CO Training Model," Juul'nal of Rosca roh and Development
in Education. IV, No, 2 (Winter. 1971). a.
2 lh id .• p , 4.
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prog ram is present, benefits accrue 1:0 the student. When both relationship and
programs are present, maximum benefits accrue to the student. 1
Kel ly , Reavi s and Latham developed a study of two empathy tralnl ng
models in elementary education. The purpose of the study was to determine
the effects that systematic empathy tra lnlng had on the ability of female teacher
trainees to rate the empathic level of responses to elementary pupil problems.
Fnrty-ff vo female education students were randomly assigned to nine groups of
five students each. Four groups received thirteen hours of systematic empathy
training (structured groups); four groups parttclpated in thirteen hours of un-
structured group sessions; and one group received no treatment. Analysis of
posttest results from a Dlscrtmlnatlon Test showed that the structured groups
scored significantly better than the unstructured and control g roups , It was
concluded that systematic empathy training can be useful in helping teacher
tr-nlnee s accur-ately discriminate the empathic quality of responses. Dtsc rtrnt-
n atton ability is a atep toward the development of empathic communication
skills. The structured group used the systematic empathy training model of
?Carkhuff. ~
Hartzell, Anthony and Wain reported the results of a study that they
did ustng the model initially developed by Carkhuff. The training program con-
slated of twenty hours in human relations skills. Forty-three elementary
school student teachers took part in the study. Nine r ece tved training
lIbid., p. 11.
2Eugene Kelly, Charles Reavis, and WUliam Latham, "A Study of Two
Empathy Trtlilling- Mudf'Ls in Elementary I::ducation," .Iourual \)f Instrndiimal
JRyehology. IV, No.4, 40-46.
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concurrent with student tea(~hing. Thirteen received training prior 10 student
teaching experience. Twenty-one student teachers composed the control group.
Hesults indicated that the training was highly successful; however, the group
trained hefo re the student teaching experience decreased in human relattonsh
skins Iol lowing exper ience , The concurrently trntned group, while exhlbit-
ing no deterioration, did not achieve as high an milia! level of functioning as
the former group. The attitudes of both experimental groups toward the train-
ing experience was extremely favorable. ]
In a study conducted by Hefele , the Carkhuff interpersonal process
training was also used. The study was undertaken in orde r to clarify further
the important vartablcs , to investigate their rule in the preparation of teachers,
and to verify their relationship to pupil achievement. The subjects were six-
teen graduate students, fifteen experienced teachers, and ninety-nine students
in classes taught by the graduate students and experienced teachers. The total
research effort was divided into a Process Phase and an Outcome Phase. The
Process Phase involved the measurement of variables relevant to teacher and
teache r-fra inee interpersonal functionlng , It also involved investigation of the
impact of a special interpersonal process tr-aining program on an experimental
group of teacher-trainees. The Outcome Phase involved the study of the reln-
tion shlp between pupil achievement criteria and teacher interpersonal function-
ing pr'edlcto r measu res , The results clearly Indicated that the interpersonal
1Richar-d E. Hartzell, William A. Anthony, and Harold J. Wain, "Compar-
ative Effe<'tivenesH of Human Relations Training for Elementary Student Teachers,"
The .Journal of Eoucational Research, LXVl, No. 10 (July-Aug"ust, 1973), 457-460.
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communicated strnultaneously and continually. Student-Teacher Competency
Rating scale was used to assess total competency and classroom performance.
The Teaching Situation Reaction Test was gi ven which r olated to planning,
management, and teacher-pupil relationships. Classroom interaction was
analyzed by Flanders I Interaction Analysis. 1
Three weeks preceding the student teaching' period, the subjects in the
experimental group received twenty-five hours of training in the discrimination
and communication of the lnte rpersona] conditions. The training procedure
utilized the integration of the didactic, experiential and modeling sources of
learning. Twenty-five hours of didactic training in human relations wore given
to subjects in the training control group. Subjects in the Hawthorne Effect con-
trol group were informed of their participation in a study to determine the ef-
fects of the pre-student teaching workshop on their performance in the class-
room and on their relaUonships with the pupils. Subjects in the randomly
selected control group proper had no knowledge of their participation in the
study. 2
Student teachers in all four treatment groups were tested on the Com-
muntcarlon Index for overall level of interper-sonal functioning prior to and after
the human relations training period. During the final two weeks of student
teaching, all subjects were instructed to tape record two twenty minute lessons.
At the completion of eight weeks of student teaching, classroom supervisors
and college supervisors were requested to rate the student teacher on the Stu-
dent 'I'eache r Competency Hating Scale. The Teaching Situation Reaction Test
IHi'renson, op, cl t.; , p, 72. 5>11'4 -'3- ) (1., p. I,.
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was also adm.lniate red to the four study gr-oups at this time. 1
After twenty-five hours of training, the experimental subjects were
rated slgnlftcantly higher in interpersonal functioning, were rated hy their
college and classroom supervisors as more competent in the classroom,
scored significantly higher on a situation reaction test, and utilized signifi-
cantly more positive reinforcing behaviors in their teaching. 2
Holder and Hicks p rusented a study using Carkhuff's Art of Helping in
the training of various groups of teachers and counselors at the College of Edu-
cation of Southern University in Louisiana. Ninety-seven black trainees affll l-
ated with the College of Education at Souihern University participated in the
training. A group consisting of twelve undergraduates enrolled in an Introduc-
tion to Education Course served as a control group. Groups met for two to
three hour sessions and received systematic human relations training centered
around the Art of Helping. Pre- and post-ratings of interpersonal functioning
were taken by written student expressions of typicn l concerns representing the
basic affective areas. Significant gains in interpersonal functioning were r e-
corded for all groups involved in systematic training. a
Saba raised this question in his study. Is there a significant difference
between the effectlvenss of proctors trained in human relations skills in com-
partson to proctors without this training? The subject for the study was an
lIbido
2Carkhuff, op , c it. , p. 8:1.
3T odd Holder and Laurabeth Hicks, "Increasing the Competencies
Teacher's and Counselors with Systemlltic Interpersonal Ski Ils Training,'
,TournaI of Negl'o Edu('ati?o. XLVr, No.4 (Fall, 1977).419.-424.
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will one trainer with groups of thirty to thirty-five students btl sufficient to
produce pas iti ve gains? (2) Can significant gains in empathy be achieved in a
relatively short training period? (:3) If improvement in empathic understanding
occurs after initial training. will these gains be maintained? (4) Will the stu-
dents perceive the necessity for empathy and have attitudes toward the training?
The study was conducted in the Teacher Education Division of an urban univer-
sity. Empathy training and control groups were used in the study. The Empathy
Training group was made up of forty nnde rgraduate education students (twenty-
seven female. thirteen male) enrolled in two sections of a sophomore-level
human development course who participated in all three pre- and post-test
periods. The control group consisted of twenty-five undergraduate education
students (twenty-four female. one male) enrolled in a science methods course.
The students in the comparison g; roup had not recel ved empathy training prior
to the methods course or during it. If there was a bias in comparability be-
tween the empathy training group and the comparison group, it was in the favor
of the latter group. The comparison students were one year further along in
their teacher preparation and also had a highly empathic instructor. The in-
strument used to measure empathic understanding was the Index of Discrimina-
tion by carkhuff. The empathy training occurred in the following ways and ap....
proximate time periods. The whole class was engaged in reading. lecture. and
discussion for one hour. For one hour individuals practiced on responding em-
pathlcally at ~L 0 Carkhuff level to hypothetical student stimulus items taken
from Hunter and Wiegand. Triads worked with sendcr , receiver, and ohse rve r
roles for one hour. The whole class critiqued a film involving a teacherc student
discussion for one hou r , Throughout the training open questions, examples.
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etc , were given by the students and instructor. The students were to practice
empathic responses in their daily Ilfe outside class as much as possible and ob-
serve results. In short, in-class training time was approximately six hours,
and students spent from one to five hour-s outside class. Repeated t-tests were
used to test indi vidual pairs of means. The empathy training group made slg-
nificant gains in both posttest periods. The training significantly increased
empathy levels and maintained them over a period of nine weeks. Additionally,
it is seen that the pos ttest means for the treatment group were above the 3.0
level, the minimum level required for effectlve functioning, according to
Carkhuff. A vast majority of students found the training worthwhile and Irn-
portant for thcl j' growth as persons and future educators. 1
Harbach and Asbury reported on a skills training program and an ap-
plied project that evaluated some effects of empathic understanding on selected
negative behaviors of problem students, Participants in the applied project
were teachers from a Georgia public school system enrolled in human relations
training through the University of Georgia's Center for Continuing Education.
Of twenty-four teachers (two groups of twelve), eleven elected to do the project.
The trainers were the two authors, two professors in the Department of COUI1-
soling and Human l)evelopment Services at the University of Georgia. Both
have extensive experience in training on the systematic human relations model.
The training of both groups followed that presented in Gazda, Asbury, Balzer,
Childers, Desselle and Walters. After fifteen hours of training, the teachers
INelson H. Goud , 11Effects of Empathy Training on Undergraduate
E},(jI1,nalbLOtl Majors, II JOllrnal of tlw Siudnn! Ptorsonnel Association for T~aeher
III, No.;l(IVi71i:ch, 1975), 121-127.
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were able to respond to verbal exchanges at a level Interchangeable to feeling
and mean ing , ther-eby communicating empathic understanding. Teacher cornmu-
nie ation of empathlc understanding showed impact on the frequency of occur-
rence of negatl ve student behaviors. The data revealed a consistent reduction
of recorded negati ve heha viol's from baseline to posttreatment. A Wilcoxon
Signed.. Rfillks test was performed on the baseline and posttreatment data, and
the decrease in negative behaviors was found to be significant at the. 01 level. 1
Carl Rogers as guest edrto r of Education, Winter of 1974, said these
kind words:
In my estimation one of the leading figures in humanistic education is
Dr. David Aspy. He is also the least recognized. Few educators, psycho-
logists or researchers in the field seem to know his name. Yet for well
over a decade he and his colleagues have wanted to find out whether being
human in the classroom has any measurable effects, and if so what these
are. 'The progress he has made in achieving his goa] is nothing short of
amazing. To be able to give factual data about the impact of teachers I at-
titudes on learning, on problem sol ving ability, on classroom murale ; to
study these effects in every part of our country, in black classrooms and
white, in classrooms in Israel and Canada and the Carrfbbean , is an
enormous step forward in our solid knowledge. He has not stopped with
research findings. He has asked the question as to whether teachers can
change their attitudes so as to become more effective, and again he has
ha I'd da ta to prove that they CRn , 2
Wbat have Aspy'« research findings said? What has Aspy said about
human I'd atton s tralni ng and its effect on teachers I and students I cogniti ve and
affecti ve fuucti oning ?
Aspy has applied Carkhuff/s rating scales for interpersonal functioning
lnobert L. Harbach and Frank R. Asbury, "Some Effects of Empathic
Understanding on Negative Student Behaviors," The Humanlat Educator, XV,
No. 1 (September, ] 976), 19-2 11.
?: ," 1 '[) }) "G'nest Editorls Not{~,!1 F,dueation, XCV. No.2
-car\. toge rs , __ ~_,__~,
(Winter, I !J74) , 1(j3.
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and has used them extensively to research claas room interaction. The inter-
personal conditions are empathy. congruence, and pos itl ve regard. Aspy has
summarized his extensive work over the last decade in a book entitled Toward
A Technology for Humanizing Education, Aspy felt his reason for doing the
work was to help all people of good will in their efforts to make our schools
healthier places for people to live and grow. Aspy gave three basic assump....
tinns with which he tried to deal in his research. They were: (1) Schooling
and/or learning is a process which occurs between individuals and it can be
enhanced or diminished in effectiveness acco rdlng to the degree of tnterpe.rsou-
ul Iactl itatton with which it is carried out. (2) Human beings - not just children
.... a re engaged in a developmental process throughout life and can therefore
benefit from a healthier interpersonal environment. (3) Interpersonal f'acl ltta-
tion can be enhanced; in other words, it is possible for people to learn to be
more understanding and caring for others. 1
Aspy investigated the relationship between the teacher's classroom
behavior and the student's level of cognitive functioning. The data for the study
were obtained from forty female elementary teachers who submitted an audio
tape recording of one hour of their instruction of reading groups. Each
teacher's po rformance was evaluated by three procedures: (l) Ca rkhuffvs
Scales fo r Empathy, Congruence, and Positive Regard; (2) Flanders' Interaction
Analysis; and (3) Level of cognitive functioning achieved by her students. The
students of twenty teachers obtained only Levell of Bloom'S Taxonomy of Edu-
cational Objectives, while the students of the other twenty teachers attained at
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least one of the other 10ve18 (2-6). An analysis of the relationship between the
student levels of cogniti ve functioning and the teacher classroom behavior vari-
ables using a biserial correlation indicator] that only the levels of Positive Re-
gard provided by the teacher were si!-;nificantly different for the two groups of
teachers. 1
In another study, Aspy assessed the levels of empathy that teachers
are cnmmunfeating and determined the differential effects of the condition upon
the cognitive growth of students as assessed by achievement texts. Aspy had
six thi I'd grade teachers tape record their interaction with reading groups
during one week in March and one week in May. Students were selected from
the teachers' classes and included five boys with the highest IQ 1s , five boys
with the lowest IQ's, five girls with the highest IQ's. and five girls with the
lowest IQ's. Twenty students were selected from each teacher's class. The
students were admini ster-ed fi ve subtests of the Stanford Achievement Test
during September and again during May of the same academic year. The dif-
fe rences between the subjects' scores were used as the measure of the stu--
dents' academic gain. Three trained raters assessed the levels of empathy
provided on each of the segments. The ratings for each teacher were summed
and a composite or mean rating for each teache r was obtained. The levels of
empathy p rov lded by teachers in their actual classroom procedu re related
positively to the cognitive growth of their students. This positive relationship
was Iound for four subteats of the Stanford Achievement T0S1 and the
These relations were statistically significant at or above the. 05 It-vel of
gain.
1A spy. Toward a T{'£,lrnO[oev fo r Human! 7:
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confidence. 1
In a descriptive investigation, Aspy studied the relationship between
specific behaviors and the ratings for Carkhuff's Genuineness Scale. To com-
plete the investigation, the audio tapes of twenty-f lve "high genuine'! teachers
(3.0 and above) were evaluated by the Flanders' Interaction Analysis ani! com-
pared to the same analysis of twenty-f'i ve "low genuine" teachers (2.0 and
below). The population included five teachers from each grade level, one
th rough nve , and a11 we re female. Data indicated that "high genu ine" teachers
when compared to "low genuine" teachers employed significantly more praise.
significantly less criticism, and obtained significantly more studeut-Inlttated
responses. 2
Finally, in another descripti ve investigation, Aspy studied the rela;
tlon shlp between specific behaviors and the ratings for Carkhuff's Respect
Scale. The procedures were the same as the previous study. The results in-
dicated that the "high respect" teacher used significantly more praise or en-
couragernent , more often accepted the feelings of students, and used less
criticism. :l
Summary
-_..._._-
The review of the literature has indicated that the field of human r'e Ia-
lions and ways of viewing or understanding it has been a rather new and evolv-
in~'; movement. The psychoanalytic model developed around the turn of the
twentieth century by Sigmund F'reud was a doctr lne of unconscious mati vation ,
lIbido , pp. 50--64. 2 rbid . , pp , 77-78. :In . 1 ()1 0')}l( _ • pp. ;J - .J~.
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conflict, and symhultam, 'I'he behavioristic model proposed by the writings of
John Watson saw man and his actions the results of stimulus/responsLl connec-
tions. The humanistic model was a developmental approach that allowed one to
demonstrate deep respect for the worth of his or her fdlow human beings and
the development of his or her potential for uncovering and resolving conflict
and fulfillment of needs.
Hurnantsm concerned with the internal life of people, those aspects
of human exper-tence called the affective domain. These are the things which
make us truly human. our feelings. attitudes. bel iefs , values. loves. and es-
pecially our pe rception of ourselves and the world. There are two major as-
spects of humanistic education: (1) ;~eneral psychological conditions for learn-
ing and (2) affective education.
Humanistic skills in education were reviewed in the Itteraturo . A study
by Comhs and Soper revealed that good and poor teachers were in agreement
with the experts as to what an ideal relationship ought to be like. In sum. the
distinguishing factor Iies not in what teachers know they ought to do but in whe-
1tne r 0 I' no t they do wha t they know they ought.
Ryans conducted a correlational study and revealed that the elementary
school data suggested moderate relationships between assessments of observed
purposeful and productive pupil bohnvio r and inventory estimated teacher char-
acte rlatlcs identified as Hunderstanding. friendly behavior. 11 "organized. bus l-
ncssl.ike behavto r , It and "original, s ttmulattng behavior. 112
1Combs and Soper. op , c it, , pp , 64- (17.
2nvrms, op . c it . , pp. 91-97.
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to vocabulary and arithmetic ftc!m(~vE~ment.l A C>UIU1Ii~1 UfltUng was made
Aspy and Roebuck which a teacher's increased
was transfated into c lassroum behavior which eUcI1Cfl
functlouing from the students. 2
The final section of 1iteraturt:1 reviewed ('n:rH~t>"I'1'1,H(f itself \vUll humalU
relations training programs in education. Dirlam
human relations program in Madison, Wisconsin,
changes Ht all levels.--cngnWve, affective, and behavioral--among
pants. 3 Again, results in a study conducted by Hefele clearly indicated that
the interpersonal process training did have a highly ~lig,l1ificant and lmno rtant
impact on the trainees. 4 Aspy has shown in numerous studies that ,...1""","",,0
sonal facilitation can be enhanced; in other words, It is possible
learn to be mor-e understanding and caring for others. 5
people to
The literature Indicated that teachers who possess humanistic skills
enhanced the cognitive and affective development of thei.r students. The review
of literature also revealed that human relations training programs did have an
impact on the interpersonal processes of the trainees.
lChristonsen, op , oit.. pp , 1(;9-173.
2i\spv and Roebuck, op, cit., [Jp. 365-308.
:lDirlam and Buchanan, op, cit.• pp , 22-26.
4Hefele, op , cit., pp, 52-68.
5Aspy, Toward a Technology for Humanizing Edu~ation. p , 38.
Chapter :3
RESEAHCH PROCEDUHES
General Design
This research study used a none(luivalent control group design. The
nonequlvalent control group design has two groups that are compared on ohser-
vatlons before and after the exposure of one group to the treatment, This de-
sign is similar to the preteat-posttest control group design, except that sub-
jects in the uonequivalent control group design are not assigned randomly from
a common population to the experimental and control groups. 1
Population and Sample
The total sample was ten elementary teachers from the Ames Cornmu-
nity Schools. There were five elementary teachers in the expertmental group
and five elementary teachers in the control group. The five elementary teach-
ers in the experimental group were selected from a group of teachers who re-
giatored for Hea rtland Human Relations Training in the summer of 1978. The
five elementary teachers in the control group were five elementary teachers
chosen from the group of elementary teachers not taking training. They were
matched with the five in the experimental group by grade level, achievement of
students in the last th ree years. and instructional setting. Since the results of
the Stanfo rd Achievement Test were used as one of the assessment measures,
Schuyler W. Huck, Williarn H. Cormier, and William G. Bounds , Head-
}ng Statistics :md Hesearch (Now York: Harper and How, Publisher. 1914).
p. 302.
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only teachers who taught classes between the second grade and the sixth grade
were used in the study. There were six second grade teachers, two thir(l grade
teachers, and two fourth grade teachers who co mpriscd the total sample.
Data and Instrumentation
Data for this research study were collected by video tapes and achieve-
ment tests. Each teacher in the control and experimental groups was taped for
one-half to one hour of her classroom as a pretest during May of 1.978.
The video tapes were viewed and rated hy professional, trained raters
obtalned through David Aspy and the offices of the National Consortium for
Humanizing Education. The raters held Ph. D's. each have ten years of expert-
ence in rating. have been involved in fourteen different state projects, and have
worked for the consortium since 1965. The raters used the Carkhuff Scales to
ast,;css each teacher for empathy, positive regard, and congruence.
The Ca rkhuff Scale for Empathic Understanding in Interpersonal Pro~
ceases has five levels. Levell - The verbal and behavioral expressions of
the first person either do not attend to or detract significantly from the verbal
and behavioral cxpresstons of the second persoms) in that they communicate
significantly less of the second person's feelings than the second person has
communicated himself. Level 2 - While the first person responds to the ex-
pressed feelings of the second persotus) , he does so in such a way that he sub-
tracts noticeable affect from the communications of the second person. Level
:3 _ The expressions of the first person in response to the expressed feelings of
the second person(s) are essentially interchangeable with those of the second
person in that they expres s essentially tile same affect and meaning. Level 4 -
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The responses of tho fj 1St person add noticeably to the expressions of the sec-
ond persorusj in such a way as to express feelings a level deeper than the sec-
ond person was able to express himself. Level 5 _ The first person's responses
add significantly to the feeling and meaning of the expressions of the second
per-sonrs) in such a way as to (1) accurately express feeling levels below what
the person himself was able to express or (2) in the event of ongoing deep self-
exploration on the second person's pa rt , to be fully with him in his deepest
moments. 1
The Carkhuff Scale for Communications of Respect or Positive Regard
in Interpersonal Processes has five levels. also. Level 1 - The verbal and be-
havioral expressions of the first person co.mmnnicata a clear lack of respect
(or negative regard) for the second per-sorusj., Level 2 - The first person re-
sponds to the second person in such a way as to communicate Iittle respect for
the feelings, exper-Iences , and potentials of the second person. Level:3 - The
first person communicates a positive respect and concern for the second per-
son's feelings, expertences , and potentials. Level 4 - The facilitator clearly
communicates a very deep respect and concern for the second person. Level
5 - The facilitator communloates the very deepest respect for the second per-
son I s worth as a person and his potentials as a free lndi vidual. 2
The Carkhuff Scale for Facilitative Genuineness or Congruence in Inter-
personal Processes has levels one through fi ve , Levell - The person's
lAspy. TaWilI'd a Technology for Humanizing Education, PP. 56-58.
2Ib id . , pp. 90-91.
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verbalizations are clearly unrelated to what he is feeling at the moment, or
his only genuine responses are negative in regard to the second per'sonrs] and
appear to have a totally destructive effect upon the second person. Level 2 _
The first person IS verbalizations are slightly unrelated to what he is feeling
at the moment or when his responses are genuine they are negative in regard
to the second person and the first person does not appear to know how to em-
ploy his negative reactions constructively as a basis for inquiry into the re la..
tionahip , Level 3 - The first person provides no "negative" cues between what
he says and what he feels, but he provides no positive cues to indicate a really
genuine re-sponse to the second person(s). Level 4 - The facilitator presents
some positive cues indicating a genuine response (whether positive or negative)
in a nondestructive manner to the second pe rsontsj , Level 5 - The facilitator
is freely and deeply himself in a non-exploitative relationship with the second
Ipersonts] •
The experimental group participated in Heartland Human Relations
'I'r'ain lng in June of 1978 for one week. The tralnlug session was scheduled
fro m June 12- 16, run nlng from 8 a. m, to (] p. m , The training was des1gned to
ha ve an effect on the teachers through programmIng that is transferrable from
the teachers to their students. The conceptual framework consisted of seven
stages: (1) building a sense of community; (2) facilitating awareness of
Jeffersonian Democracy t the Constitution, the Bill of lUghts, and recent legis-
lation on minorities; (3) the impact of psychological theories of human nature
1 Ihid •• pp , 75-76.
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upon education; (4) consciousness raising, moral development, and futurism;
(5) facilitating an awareness and increased understanding of cultures; (6) pre-
Judice and discrimination; and (7) the art of encouragement. 1
In Septe mher of 1978, al] students of the ten elementary teachers were
tested by the SAT. Data from only the eubtests of Vocabulary, Heading Com-
prehension, and Word Study Skills were used. The data were limited to the
various subtests stated fOT the appropriate grade level , because the video
tapes were in the language arts area of the curriculum.
In April of 1979, each teacher in the experimental and control groups
was taped for one- half hour to one hour of her classroom as a postteat, Again,
the video tapes were viewed and rated by professional, trained raters of the
National Consortium for Humanizing Education. The raters again used the
Carkhuff Scales to rate each teacher for E, PR, and C.
Also in April of 1979, the students of the ten teachers again were ad-
ministered three subteats of the SAT concerning language arts assessments.
In addition to rating the pretest and posttest video tapes of the ten ele-
mentary teachers for E, PR, and C, the raters also rated the responses and
actions of the students of the ten classrooms on the Taxonomy of the Affective
Domain by K rathwohl , Bloom and Masta (both pretest and posttest video tapes),
The Taxonomy of the Affective Domain has five main levels and thirteen
subcategories. The lowest level is Heceiving - LevelL Levell is divided
into three subcatego riea. At the l.1, Awareness Subcategory, the individual
merely has his attention attracted to the stimuli. The second subcategory, 1.2,
IAnderson, op , cit., pp. 1~4.
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Willinj:,'TIoss to Rcceive , describes the state in which he has differentiated the
stimuli from others and is willing to give it his attention. At the third sub-
category, 1.:~, Controlled or Selected Attention. the student looks for the
t. l' 1s ImUIl.
At the second level, Responding , the individual is perceived as respond-
Ing regularly to the affective stimuli. This level is also divided into three sub-
categories. At the lowest subcategory of responding, 2.1, Acquiescence in He-
spondlng , he is merely complying with expectations. At the next higher respond-
ing subcategory, 2.2. Willingness to Respond, he responds increasingly to an
inner compulsion. At 2.3, Satisfaction in Response , he responds emotionally
as well. Up to this point he has differentiated the affective stimuli; be has be-
gun to seek them out and to attach emotional significance and value to them. 2
The third level is Valuing which describes increasing internalization.
as the personts behavior is sufficiently consistent that he comes to hold a value.
The three subcategories are: 3.1, Acceptance of a Value; 3.2, Preference for
a Value; and 3.3, Commitment.:3
As the learner successively internalizes values he encounters situations
for which more than one value is relevant. This necessitates organizing the
values into a system, Organization level. And since a prerequisite to inte1'-
relating values is their concfJptualization in a form which permits organization.
IDavid R. Krathwohl , Benjamin S. Bloom. and Bertram B. Masta ,
Taxonomy of Educational Objeetives t Handbook II: Affective Domain (New York:
T)avid McKay c«., inc. t 1964), p , 34.
2UJid•
•
p . ~~4.
3 :~5 .Ihid.
•
p .
is two SU1::>C2!tCI!01"ics
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two suhcatl~g(H'lles are: 4.
and 8'18.ten1. 1
Inlernalb,ation lliJd
1"e
an inte
oaomv level or
Comntex, H Includes two subcatego ries: 5.1, Gene'raltzed 5.2,
Ana
2
nrat llypUUll.JlSll::l was human retattons l1'atnitl~
d equals
C. and PH, a mean score for each teacher on the pretest and a mean score for
each teacher on the posttest was calculated, The gain score for each teacher on
each Interpe1'80na1 functioning variable was obtained by suhtractiug the mean
pretest score from the mean posttest score. Then for each interpersonal func-
tloning va rtahle , a correlated t- test d • was used to determine if the
JN:;
mean gain score for the experimental group was signifkautly higher than that
for the conf rol group. If the mean gain score was significantly higher, the null
1Krathwohl, Bloom and Masia, op. dt.. p , :15.
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hypothesis was rejected and the alternatIve hyp.. othests n '0 ... ceot id
. ../ was accep c ,
The regton of re jectlou was R:1~ 2.132 for the nun hypothesis. 1
Tables for each of the interpersonal functioning vartahles , empathy,
congruence , and posttl ve regard, dl splay the appropriate information in
Chapter 4.
The second hypothesis was that human relations training will increase
the affecti ve and cognitt ve development of students of teachers who participated
in human relations training. A testing hypothesis was written as a null hypo-
thesis for the cognitive development aspect. The nun hypothesis was
H02 : D: O. where D equals the population and mean difference and whe re d
equals Xc - Xc' For each subtest of the SAT used for the study, Vocabulary,
Reading Comprehension, and Word Study Skins, a mean score for each class-
room of students on the pretest and a mean score for each classroom of stu-
dents on the posttesr was calculated. The gain score for each classroom of
students on the suhte sts of the SAT used for the study was obtained by subtract-
ing the mean pretest score from the mean posttest score.
Tho raw scores on the subtests of the SAT were converted to scaled
scores. Scales scores are used to determine a measure of academic growth
over a period of time. Scaled scores have the unique advantage of providing
approximately equal units on a continuous scale. Within a single subtest area.
I Hu c k , Cormier and Bounds, op , cit. , pp. 304-305.
i5
sealed scores are directly comparable from grade to grade, battery to battery.
1
and form to form.
T'hcn for each of the three subtests of the SAT, a correlated 1.- test was
used to determine if the mean gain score for the experimental group was aig-
nificantly higher than that for the control [{roup. If the mean gain score was
significantly higher. the null hypothesis was rejected and the alternative hypo-
thesis, D >O. was accepted, The region of rejection was H:t?2. 132 for the
null hypotheai s ,
Tahles for each of the three subteats of the SAT used in the study,
Vocabula ry , Heading Comprehension. and Word Study Skills. display the ap-
p ropr iate information in the following chapter.
The data f rorn the analysis of the Taxonomy of the Affective Domain
obtained from the pre- and post- video tapes are displayed as percentages in a
table as a desc rtp ti ve way of showing the information in Chapter 4.
] Richar-d Madden, Eric F • Gardner. Herbert C. RUd.iman ,Bjorn
Karlsen and Jack C. Merwin. Norms Booklet- Form A, PrImary Level ~
(' t (N . y. rk: Harcourt Brace JovanovIch,Battery, Stanford Achievement Ie:"l ew 0 •
Inc . , ln7:1). p. 1:3.
Chapter 4
RESUVfS OF' RESEAIlCH
In this study, five elementary teachers received an intermediate educa-
tion agency's human relations training in the summer of 1978 and five control
teachers received no training. The five control teachers were matched with the
five in the experimental group by grade level, achievement of students in the
last three ye ars , and instructional setting.
Data for the study were collected by video tapes and achievement
tests. Each teacher in the control and experimental groups was taped for one-
half to one hour as a pretest during May of 1978. The video tapes were viewed
and ra ted hy professional, trained raters obtained through David Aspy and the
offices of the National Consortium for Humanizing Education. The raters used
the Carkhuff Scales to assess each teacher for empathy, congruence, and posi-
ti ve rega rd.
The experimental group particlpated in the intermediate education
agency's human relations training in June of 1978 for one week. The training
was designed to have an effect on the teachers' interpersonal skills and. in turu ,
affect the students' behaviors and achievements. The participants were invol ved
in forty-five hours of tratnirtg ,
In September of 1978, all students of the ten ekmentary teachers were
tested by the Stanford Achievement Test. Data only from the subtests of Vo-
cabulary, Heading Comprehension, and Word Study Skills were used. The data
were limited to the various suhteBts stated for the appropriate grade level
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tapes) .
The fi 1'8t null hypothesis stated:
There will be no difference between the mean gain score for the experi-
mental group of teachers and those of the control teachers on each interpersonal
functioning va rtable , E, C, and PRo
Hol: D= 0
Where HOI is the first null hypothesis, D equals the population mean
difference and where d equals Xe - Xc .
In Tables 1, 2, and 3 a correlated t-sco re is shown for empathy, con-
gruence, and positive regard. The region of rejection was a value of t greater
than or equal to 2. 1:~2 at .05 level of s ignificHnce for a one- tailed test. The
va lues of I were empathy (t :: -.077), congruence (1:: -. W(4) , and pos iti ve
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regard (t '" -.440). Since all values of t were below 2. 1::l2, the null hypothesis
was retained.
Table 1
The Difference Between the Matched Pairs of
Teachers Mean Gain Scores on EmpaUIY
d =Ce - Xc
=
EMPATHY
Matched
Teaehers No.
1
2
:1
4
5
Experimental
Gain Score
o
-0.3
OA
-0.7
-0.3
Control Gain
Score
o
-1.2
1.1
0.7
0.4
Difference
o
.9
- .7
-1.4
- .7
t"-.977
------------
Table 2
The Difference Between the Matched Pairs of
Teachers Mean Gain Scores on Congruence
d =Xe - Xc
CONGRUENCE
Matched
Teachers No.
1
2
3
-1
5
Experimental
Gain Score
-1.5
-0.8
-0.6
-1. 8
-0.2
t ... -.674
Control Gain
Score
-0.5
-1.2
-0.6
-1.0
-0.6
Difference
-1.0
• -1
.0
- .8
.4
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Table 3
The Difference Between the Matched Pairs
of Teachers Mean Gain Scores
on Positive Regard
d ... Xe - Xc
POSITIVI<: REGA RD
Matched
Teachers No.
2
3
4
5
Experimental
Gain Score
._--
-2.0
-0.8
-0.7
-2.0
-1.6
t ... -.440
Control Ga in
Score
-1.0
-1. 8
-0.8
-0.6
-1.0
Difference
-1.0
-1. 0
.1
-1.4
6'..... ...
The second null hypothesis stated:
There will be no difference between the mean gain score for each class-
room of students of an experimental teacher on the three subtests of SAT used
for the study , Vocabulary, Reading Comprehension, and Word study Skills, and
the mean gain score for each classroom of students of a control teacher on the
three subte sts of SA T .
H02 : D =0
Where H02 is the second null hypothesis, D equals the population mean
difference and where d equals Xe - Xc.
In Tables 4. 5. and 6 a correlated t-score is shown for each subtest of
SAT, Vocabulary, Re a dtng Comprehension. and Word study Skills. The region
of ro tcctton was a val uo of t greater than or eCjual to 2.132 at .05 level of stgni-
Itcance for a one-jnil{~d test. The values of t were Vocahulary (t '" -.405).
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Reading Comprehension (t := -.853)., and Word Study Skills (t = .460). Again,
since all values of t were below 2.132, the null hypothesis was retained.
Table 4
The Difference Between the Mean Gain Sco res
of Students of Matched Pairs of Teachers
on the Vocabulary Suhtest of SAT
d", Xe - Xc
VOCABULA HY
Students of
Matched
Teacher No.
1
2
3
4
5
Experimental
Gain Score
6.44
13.6
9.22
12.3
8.65
t = - .4.05
Table 5
Control Gain
Score
9.~9
17.3
2.79
13.2
11. :3
Difference
-2.95
-3.7
6.43
- .9
-2. (15
Difference
Students of
Matched
Teacher No.
The Difference Between the Mean Gain Sco res
of Students of Matched Pairs of Teachers on
the Heading Comprehension Subtest of SAT
d = Xe - Xc
READING COMPHEH ENSION
Experimental Control Gain
Gain 8cor.;..e 8co.r::.:e::... _
1
2
3
4
5
10.1
14.8
18.9
9.37
7.82
t=-.R5~}
13.2
12
16. 1
17.6
11
-3.1
2.8
2.8
-8.23
-3.18
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Table 6
The Difference Between the Mean Gain Scores
of students of Matched Pairs of Teachers on
the Word Study Skills Subtest of SA T
d =Xe - Xc
WORn STUDY SKILLS
students of
Matched
Teacher No.
I
2
3
4
5
Experimental
Gain Score
23.5
10.9
27.8
24.9
18.2
t - .460
19.6
19.5
17.5
26.3
15.2
Difference
3.9
- 8.6
HI. :3
- 1.4
3.0
Table 7 displays the percent of responses and actions of the students of
the experimental group versus the control group on the Taxonomy of the Affec-
tlve Domain. The percentages indicate that there were no major shifts of re-
aponse s for the experimental group compared to the control group in any of the
five major categories of 1) Receiving, 2) Responding, 3) Valuing, 4) Organiza-
tion, and 5) Characterization by a Value from the preaaseasment tapes to the
pos tasseeurncnt tapes. In fact, the highest two categories of Organization and
Cha racteri zatlon by a Value, respectively, did not receive any responses either
on the preasses smont tapes or poatassessment tapes.
Table 7
The Percentages of Responses and Actions of Students in the Five Major categories of the Affective Domain Taxonomy
of Both Ex-perimental and Control Group Teachers on
Pre and Post Assessrnent Video Tapes
Taxonomy of the Affective Domain
PREASSESSMENT
Experimental Control
Group % Group %
POSTASSESSMENT
Experimental Control
Group % Group %
-----------,----,----------------------------------------
Characterization
by a value
Organization
Valuing
Responding
Receidng
5.2 - Characterization
5. 1 - Generalized Set
4.2 - Organization of a value system
4.1 - Conceptualization of a value
3.3 - Commitment
3 2 - Preference for a value
3.1 - Acceptance of a value
2.3 - Satisfaction in response
2.2 - Willingness to respond
2.1 - Acquiescence in responding
1. 3 - Controlled
L 2 - Willingness to receive
1. 1 - Awareness
o
o
.4%
3.4%
96.2%
o
o
.8%
1.8%
97.4%
o
o
1%
4.6%
94.4%
o
o
601• 10
5.6%
93.8%
en
I:\:l
Chapter 5
SUMMAHY AND CONCLUSIONS
Summary
----
This study was designed to evaluate the effects of human relations
training on teachers and its effect on students' behaviors and achievements.
Ten elementary teachers were selected from a midwestern school dis-
tr lct, There were five e lernentary teachers in the experimental group and five
elementary teachers in the control group. The research design was a non-
equt valent control group design where the subjects are not assigned randomly
from a common population to the experimental and control groups. The five
elementary teachers in the experimental group were selected from a group of
teachers who registered for an intermediate education agency's human relations
training program in the summer of 1978. The five elementary teachers in the
control group were fi ve teachers chosen from the group of elementary teachers
not taking train lng , They were matched with the five in the experimental group
by grade level, achievement of students in the last three years, and instruc-
tional setting. Since the results of the stanford Achievement Test were used
as one of the assessment measures, only teachers who taught classes between
the sec-ond p;rade and the sixth grade were used in the study.
Data fur the research study were collected by video tapes and achieve-
ment tests. Each teacher in the control and experimental groups was taped for
onc-Jralf to one hour in: her classroom as a pretest during May of 1978.
d 1 f SSl'ol'al trained ratersThe video tapes were viewed and rate. )y pro e. ">
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obtained th rough David Aspy and the offices of the National Consortium for
Humanizing Education, 'The raters used the Carkhuff Scales to aSS(~S8 each
teacher for ernpa thy , congruence, and positive regard.
The expo rimental group participated in the intermediate education
agency 's human relations training in June of 1978 for a total of forty-five hOUTS
of training. The training was designed to have an effect on the teachers' inter-
personal skins and, in turn. affect the students' behaviors and achievements.
In September of 1978, all students of the ten elementary teachers were
tcs ted by the SAT. Data only from the subteats of Vocabulary, Reading Compre-
hension, and Word Study Skins were used. The data were limited to the various
subtests stated for the appropriate grade level, because the video tapes were in
the language arts area of the curriculum.
In April of 1979, each teacher in the experimental and control groups
was taped for one-half hour to one hour in her classroom as a posttest, Again,
the video tapes were viewed and rated by professional, trained raters from the
National Consortium for Humanizing Education. The raters again used the
Carkhuff Scales to rate each teacher for E, C, and PRo Also, in April of 1979,
the Vocabulary. Heading Comprehension. and Word Study Skills subtests of SAT
were adm Inl ate r ed to the students of the ten teachers participating in this study.
In addition to rating the pretest and posttest video tapes of the ten ele-
mentary t.~acherR for E. C, andPR, the raters also rated the responses and
actions of the students of the ten classrooms on the Taxonomy of the Affective
Domain by K ra thwohl , Bloom and Masia (fOl' both pretest and posttest video
tapes) .
T'h.. first question the study attempted to answer was: Does this human
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re l ations trainin~~ progTam improve a teache r vs interpersonal functioning
variables as measured by the Carkhuff Scales?
Correlated t-tests revealed that no differences which were statistically
significan t existed between the mean gain score of the experimental group of
teachers and the mean gain score for the control group of teachers for each
interpersonal functioning vartable: empathy, congruence> and posttl ve regard.
The second question the study attempted to answer was: Does this human
relations training program have a measurable effect on the cognitive develop-
ment of students of teachers who participated in the program?
Correlnted t- tests revealed that no differences which were statistically
significant exl sted between the mean gain score of the students of the experimen-
tal group of teachers and the mean gain score of the students of the control
gr-oup of teachers for each of the subtests of SAT: Vocabulary ~ Reading Com-
p rehen s lon , and Word Study Skills.
The third question the study attempted to answer was: Does this human
relations tra ining program have a measurable effect on the affective development
of students of teache rs who participated in the program as observed on a video
recording of tn.-class behavior?
By careful inspection of a table displaying the percentages of responses
and actions of the students of the experimental group versus the control group on
the Taxonomy of the Affective Domain, there appeared to be no major shifts of
r-e.sponae a up the affective scale from the preassessment tapes to the postassess-
merit tnpes , In addition, the highes t two categories of 0 rganizatlon and Charac-
te r iza tton by a Value did not receive any responses on either the preassessment
tnp(~R or poatasseasment tapes.
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Conclusions
According to the results of this study:
1. There were no significant positive differences in gain scores on the
interpersonal variables measured by the Carkhuff Scales between those teachers
who participated in the workshop and those who did not.
2. There were no significant positive differences in change scores in
achievement between students of those teachers who participated in the work-
shop and students of teachers who did not participate.
3. There were no observable differences in behavior change between
students of teachers who participated in the workshop and students of teachers
who did not participate.
Discussion
Based upon the data compiled in the study y there were no marked
changes in the cogniti ve and affective variables measured by the instruments
used in this ",tuily on the part of either the students or the teachers. There
are several possible reasons why no significant differences were found, Borne
a function of the program and others a function of the measurements. Because
of the enormous unde rtakfngs which the training program attempted to carry
out, the par-ttc ipants might have been overwhelmed and consequently may not
ha ve gained any skills as measured by this study. The participants possibly
failed to reach a stage where they could utilize what had been learned.
The reaearch methodology used also might have been at fault in gaining
evid"nee to show any effect from the human relations training on the participants
and thui r students. The ten elementary teachers involved in the study were
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bastcatly ten teachers who agreed to be 11 part of the study. Because of their
wil Jingness, it is likely that they are confident and highly successful teachers
to begin with. Also. the mere fact that there were only ten teachers and their
classrooms of students raises some doubt about the sample size.
A thorough search of research studies llti1i7.ing the Carkhuff Scales as
a measuring device was carried out. Roebuck repo rted the Pearson's corre-
lation coefficients for the Carkhuff Scales in a longitudinal study from the faU
of 1971 to spring of 1974. Five hundred and three tapes were rated and rerated,
The r el iahif lttos cited were empathy (.914), congruence (.906), and positive
regard (.898).1
There is no hard evidence of the validity of the Carkhuff Scales for the
type of study conducted here. It is possible that they fail to adequately measure
these characteristics of concern.
Finally. it is possible that the training was simply ineffective in increas-
lng the interpersonal functioning skills of the experimental teachers and the re-
fore did not increase the cognitive and affective development of their students.
Recommeudntions for Further Study
On the basis of the data, in this study, the following recommendations
are made:
1. Rep l lea te the study utilizing other evaluative instruments which may
more accurately reflect the effectiveness of the program.
IFlora N. Roebuck. Maintaining ReHabWty in a Longitudinal study ,
U. S. Educational Resources Information Center, ERIC Document ED 106 730,
1975.
2. The nu mher of research participants needs to increased and
58
randomly seleo tod from a population in any further research on this topic.
:3. Research to determine the vall.dity of the Carkhuff Scales in studies
of this type should he carried u"L
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Appendix A
TABLES LISTING DATA COLLECTED
'I'able 8
The Difference Between the Actual Ratings of the Control Group
of Teachers on Pre and Post Assessment Tapes
for Empathy Using Carkhuff Scales
:
EMPATHY
control
DifferenceNo. Post Pre
2.5 2.5 0
2 l. 8 3.0 -1.2
2.6 1.5 1.13
2. 7 2.0 0.74
2.4 2.0 0.45
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Table 9
Difference Between the Actual Ratings of the Exper-imental Group
of Teachers on Pre and Post A ssesamcnt Tapes
for Empathy Using Carkhuff Scales
EMPATHY
Experimen ta 1
DifferenceNo. Post Pre
] 2. 0 2.0 0
2 1. 7 2. 0 -0.3
2.4 2. 0 0.43
1.3 2.0 -0.74
L 7 2. f) -0.35
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Table 10
The Difference Between the Actual Ratings of the Control Group
of <reachers on Pre and Post Assessment Tapes
for Congruence Using Carkhuff Scales
CONGHUENCE
control
No. Post Pre Difference
1 2.5 3.0 -0.5
2 l. 8 3.0 -1 .2
:~ 2.4 3.0 -0.6
4 2.5 3.5 -1. (I
2.4 3.0 -0.65
67
Table 11
The Differ011cc Between the Actual Ratings of the Experimental Group
of Teachers of Pre and Post Assessment Tapes
for Congruence Using Carkhuff Scales
:
CONGHUENCE
Experimental
DifferenceNo. Post Pre
1 2. 0 3.5 -1.5
2 L 7 2.5 -0.8
3 2.4 3.0 -0.6
4 1.2 3.0 -1.8
5 1. 8 2.0 -0.2
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Table 12
The Difference Between the Actual Ratings of the Control Group
of Teachers on l">re Hod Post Assessment Tapes
for positi vo Regard Using Carkhuff Seales
POSITIVE REGAHD
control
No. Post Pre Difference
1 2.5 3.5 -l.0
2 l. 7 3.5 -1 .8
3 2.2 3.0 -0.8
4 2.4 3. 0 -0.6
5 2. 0 3.0 -l.0
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::::
Table ta
The Difference Between the Actual Ratings of the Experimental Group
of Teachers on Pre and Post Assessment Tapes
for Positive Regard Using Carkhuff Scales
POSITIVE HEGAHD
I,~xperimental
DifferenceNo. Post Pre
1 1. 5 3.5 -2.0
2 1. 7 2. 5 -1).8
3 2. 8 3.5 -0.7
4 1. 0 3.0 -2.0
5 1.9 3.5 -1.6
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The Difference Between the Spring Scaled Score and the Fall Scaled Score
for Students of Experimental Teacher No.1 on Three Subtests of SAT
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
Xl-1 124 115 9 134 102 32 158 91 67
Xl-2 137 133 4 138 131 7 143 U8 25
Xl-3 143 137 6 182 182 0 182 182 0
Xl-4 131 109 22 132 132 0 143 136 7
Xl-5 143 135 8 131 117 14 136 104 32
Xl-6 117 108 9 141 111 30 182 101 81
XI-7 130 130 0 124 115 9 120 97 23
Xl-8 137 137 0 115 110 5 127 96 31
Xl-9 157 137 20 132 134
- 2 158 158 0
XI-I0 137 133 4 134 141
- 7 158 136 22
Xl-II 130 131
- 1 141 126 15 182 120 62
Xl-12 133 130 3 151 128 23 158 158 0
Xl-13 143 135 8 134 120 14 123 111 12
Xl-14 124 133 - 9 134 134 0 136 107 29
XI-15 145 133 12 151 138 13 182 136 46
Xl-16 143 137 6 151 151 0 182 158 24
Xl-I? 182 182 0 182 182 0 143 158 -15
Xl-IS 120 105 15 151 122 29 182 182 0
XI-19 158 158 0
-::J
......
The Difference Between the Spring Scaled Score and the. Fall Scaled Score
for students of Experimental Teacher No.2 on Three Subtests of SAT
The Difference Between the Spring Scaled Score
for Students of Experimental Teacher No.
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
X3-1 143 135 8 182 126 56 158 123 35
X3-2 135 122 13 138 151 -13 182 158 24
X3-3 182 145 37 141 151 -10 182 15S 24
X3-4 157 135 22 182 141 41 182 143 39
X3-5 145 135 10 123 103 20 114 95 19
X3-6 143 133 10 151 126 25 182 104 78
X3-7 133 130 3 182 124 58 136 114 22
X3-8 145 117 28 141 134 7 182 143 39
X3-9 182 182 0 132 182 0 182 182 0
X3-10 182 157 25 182 182 0 158 143 15
X3-1l 145 130 15 151 126 ')~ 192 107 75",,0
X3-12 137 133 4 129 81 48 123 100 23
X3-13 143 145 - 2 151 151 0 182 182 0
X3-14 135 133 2 138 126 12 126 116 10
X3-15 145 135 10 151 131 20 182 131 51
X3-16 145 157 -12 132 88 44 131 104 27
X3-17 182 143 39 182 141 41 158 136 22
X3-18 131 124 7 141 118 23 131 114 17
X3-19 157 157 0 151 151 0 182 182 0
-::J
IN
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
'NORD STUDY SKILLS
Spring Fall
Score Score Difference
X3-20 137 135 2 151 123 28 182 127 55
X3-21 145 137 8 182 132 50 182 127 55
X3-22 157 182 -25 151 182 -31 182 158 24
X3-23 143 135 8 132 141
- 9 158 182 -24
-1
A
The Difference Between the Spr.ingSc~ledScore
for Students of ExpedmentalTeacher
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING C01\1PREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
X4-1
X4-2
X4-3
X4-4
X4-5
X4-6
X4-7
X4-8
X4-9
X4-10
X4-11
X4-12
X4-13
X4-14
X4-15
X4-16
X4-17
X4-18
X4-19
X4-20
145
133
133
157
135
120
143
145
182
157
143
133
182
145
182
135
130
124
157
145
124
122
117
182
130
109
133
133
145
131
143
1~,()
145
137
157
120
120
122
135
145
21
11
16
-25
5
11
10
12
37
26
o
3
37
8
25
15
10
2
32
n
138 128 10
132 126 6
138 134 4
138 131 7
151 182 -31
138 117 21
132 122 10
141 138 3
151 141 10
132 118 14
129 124 ;)
151 118 33
182 141 41
126 110 16
151 182 -31
138 134 4
126 118 8
182 151 31
151 134 17
158 131 27
131 123 8
182 108 74
143 182 -39
182 143 39
143 100 43
143 110 33
143 120 23
158 158 0
131 123 8
131 118 13
182 107 75
182 182 0
123 96 27
182 182 0
182 158 24
12tl 118 2
182 107 75
182 143 39
158 131 27
-:J
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The Difference Between
for Students of Experimental Teacher No.
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
X5-1 182 171 11 172 167 5 174 161 12
X5-2 174 152 22 159 159 0 174 144 30
X5-3 171 160 11 157 167 -10 147 143 4
X5-4 167 154 13 175 151 25 165 144 21
X5-5 171 177
- 6 157 154 13 182 165 17
X5-6 182 182 0 182 182 0 182 182 0
X5-7 182 163 19 170 163 7 182 151 31
X5-8 171 167 4 176 159 17 182 165 17
X5-9 182 182 0 172 176
- 4 174 IGI 13
X5-10 174 148 26 161 145 16 135 136 - 1
X5-11 174 177 - 3 17() 159 11 180 147 33
X5-12 159 149 10 157 141 16 131 103 28
X5-13 174 177 - 3 170 159 11 182 151 31
X5-14 174 159 15 170 161 9 182 182 0
X5-15 182 171 11 182 172 10 182 158 24
X5-16 167 167 0 182 172 10 182 158 24
X5-17 154 137 17 148 140 8 165 140 25
-l
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The Difference. Between
for Students of Control Teacher
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
C1-1 157 137 20 138 124 14 123 127 - 4
Cl-2 145 108 37 182 141 41 182 131 51
CI-3 182 145 37 182 151 31 182 182 0
Cl-4 157 137 20 138 126 12 127 110 17
Cl-5 145 131 14 182 151 31 182 158 24
CI-6 135 131 4 129 111 18 118 107 11
Cl-7 143 143 0 131 120 11 127 114 13
Cl-8 133 117 16 151 138 13 111 92 19
CI-9 182 157 25 138 124 14 182 158 24
C1-10 109 157 -48 138 123 15 182 143 39
Cl-11 131 120 11 124 151 -27 182 158 24
CI-12 145 182 -37 132 117 15 182 182 0
Cl-13 135 115 20 131 122 9 131 111 20
Cl-14 145 143 2 151 141 10 111 101 10
CI-15 157 143 14 151 131 20 182 136 46
C-I-16 145 143 2 131 124 7 182 131 51
Cl-17 137 130 7 182 182 0 131 123 8 ICI-18 182 157 25 182 182 o -J-J
The Difference Between the Spring Scaled Score and the Fall Scaled SCore
for Students of Control Teacher No.2 on Three Subtests of SAT
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
C2-1 148 137 11 163 157 6 142 142 0
C2-2 163 163 0 176 157 19 182 149 33
C2-3 171 142 29 145 141 4 153 136 17
C2-4 182 148 34 151 148 3 145 145 0
C2-5 163 137 26 176 143 33 182 123 59
C2-6 133 132 1 151 135 16 182 131 51
C2-7 151 135 16 141 127 14 149 127 22
C2-8 171 151 20 154 176 -22 158 182 -24
C2-9 182 171 11 176 145 31 182 182 0
C2-10 163 163 0 141 157 -16 1§9 143 26
C2-11 151 130 21 148 137 11 169 145 24
C2-12 182 182 0 182 176 6 182 182 0
C2-13 182 160 22 182 157 25 153 136 17
C2-14 182 171 11 176 154 22 145 136 9
C2-15 182 163 19 182 140 4iJ 182 131 51
C2-16 171 143 28 154 144 10 182 143 39
C2-17 171 151 20 182 157 25 169 136 33
C2-18 151 124 27 144 138 6 182 145 37
C2-19 163 131 32 143 134 9 143 143 0 -J
OJ
Student
VOCABULARY
Spring Fall
SCore Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
Score Score Difference
C2-20 163 148 15 144 138 6 182 143 39
C2-21 163 143 21 154 145 9 182 142 40
C2-22 171 137 34 154 154 0 149 149 0
C2-23 143 135 8 163 163 0 182 182 0
C2-24 160 151 9 163 163 0 158 149 9
C2- 171 148 23 163 128 35 158 132 26
C2-26 182 171 11 182 182 0 182 182 0
..::J
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The Difference Between the Spring Scaled Score and the FalFScaledScore
for Students of Control Teacher No.3 on ThreeSubtests of SAT
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STUDY SKILLS
Spring Fall
SCore Score Difference
C3-1 135 115 20 116 114 2. 131 101 30
C3-2 135 137
- 2 151 138 13 182 182 0
C3-3 135 130 5 122 101 21 131 100 31
C3-4 157 182 -25 122 101 21 182 158 24
C3-5 133 124 9 141 118 23 143 120 23
C3-6 143 135 8 182 134 48 182 182 0
C3-7 133 130 3 151 151 0 143 143 0
C3-8 137 135 2 151 151 0 182 158 24
C3-9 157 143 14 151 182 -31 182 182 0
C3-10 182 157 25 182 182 0 182 182 0
C3-11 182 182 0 141 134 7 143 120 23
C3-12 157 182 -25 182 182 0 182 158 24
C3-13 137 131 6 134 101 33 143 104 39
C3-14 137 133 4 141 111 30 127 110 17
C3-15 1.20 109 11 182 129 53 158 123 35
C3-16 145 157 -12 132 111 21 143 110 33
C3-17 145 135 10 151 141 10 158 182 -24
C3-18 145 157 -12 129 115 14 123 101 22 IC3-19 157 145 12 182 151 31 158 127 31 000
The Difference Between the Spring Scaled Score
for Students of Control Teacher No.4 on Three subtests
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference
WORD STlJDY SKILLS
Spring Fall
Score Score Difference
C4-1 131 117 14 138 119 19 120 96 24
C4-2 130 115 15 141 116 35 182 110 72
C4-3 137 157 -20 134 138 - 4 143 131 12
C4-4 145 133 12 138 131 7 158 136 22
C4-5 143 131 12 151 141 10 182 136 46
C4-6 143 133 10 132 111 21 127 116 11
C4-7 130 122 8 132 116 16 120 108 I""~
C4-8 143 133 10 141 131 10 158 118 40
C4-9 131 108 23 141 121 20 158 131 21
C4-10 137 112 25 182 182 0 182 158 24
C4-11 137 122 15 151 129 22 182 131
C4-12 135 137 - 2 182 141 ·11 158 143 15
C4-13 182 143 39 182 141 41 158 143 15
C4-14 131 124 7 138 118 20 158 no 48
C4-15 135 133 2 182 151 31 182 158 24
C4-16 157 137 20 151 141 10 182 158 24
C4-17 182 112 70 134 118 16 136 110 26
C4-18 108 120 -12 134 118 16 131 110 21
C4-19 133 131 2 118 108 10 158 136 ??...... .w
*
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The Difference Between the Spl'ingScaled<c:!n.......""
for Students of Control Teacher
~
Student
Spring
Score
VOCABULARY
Fall
Score Difference
READING COMPREHENSION
Spring Fall
Score Score Difference Sco re Difference
C5-1 167 157 10 182 167 15 182 182 0
C5-2 182 177 5 172 165 7 182 142 40
C5-3 163 152 11 176 138 38 182 182 0
C5-4 167 152 15 172 154 18 182 182 0
C5-5 182 149 33 167 161 6 174 158 16
C5-6 182 174 8 182 176 6 182 165 17
C5-7 177 167 10 176 167 9 182 182 0
C5-8 182 182 0 176 172 4 182 169 13
C5-9 177 163 14 172 167 5 182 158 24
C5- 1() 154 137 17 167 152 15 180 151 29
C5-11 182 182 0 172 159 13 174 136 38
C5-12 171 154 17 172 163 9 158 161 - 3
C5-13 182 177 5 182 167 15 182 158 24
C5-14 177 157 20 170 167 3 182 182 0
C5-I5 159 151 8 176 151 25 153 131 22
C5-I6 182 182 0 176 182 - 6 182 182 0
C5-I? 171 152 19 172 167 5 182 143 39
00
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